This article is a 'reflective piece' that considers the ways in which the author's teaching and learning 'ideology' has evolved over time. More specifically, it concerns the learning objectives connected with the use of computer-based marketing simulation exercises. The article takes a broad sweep, dealing with the general pattern rather than fine detail, and uses the classic Kolb model of experiential learning to trace, to discuss and also to note the circular nature of that evolution for all participants.
Introduction
We shall not cease from exploration And the end of all our exploring Will be to arrive where we started And know the place for the first time.
T. S. Eliot, Little Gidding
Any teacher worth his or her salt will see the requirement to 'reflect' as a permanent feature of his or her professional life.The need for teachers, lecturers and other professionals to 'reflect' was not invented in the last couple of decades. However, a formal requirement to reflect, invited or imposed, gives order and can hasten the process. I have spent 21 years working as a teacher in higher education. Over this period, a great deal has changed in the working environment and in my subject, which is marketing. Contextual changes together with personal development in its broadest sense determine the particular issue I wish to address and this concerns what might be termed the 'ideology' I bring to teaching and to the learning experiences which result for students -and for me. The article is therefore reflective. It is reflective in the sense suggested by Moon (1999) who, having summarized the views of many others, offers the following -'The common sense view of reflection is that it is a mental process that is couched in a framework of purpose and outcome. ' The words 'common sense' and 'purpose and outcome' are central because the article looks at ideology in terms of intended results and a gauge for these is provided by stated learning objectives. Moon continues by referring to the liberating effects of reflection, but of course a necessary purpose and a necessary outcome of reflection is 'better' teaching and 'better' learning -which may be influenced in part by the sense of emancipation enjoyed by those who teach. As teachers, we are not anchorites, straining to identify meaning in total isolation. Teachers must deliver.
Given historical and reflective perspectives, the article turns on one of the four approaches suggested by Brookfield (1995) , what he calls 'autobiographies as teachers and learners that have the function of creating awareness about . . . the paradigmatic assumptions and instinctive reasonings that frame how we work'. To give a tighter focus within the general patterns, the article concentrates on one particular aspect of my teaching and this concerns the use of marketing simulation experiences and the associated learning objectives.
Teaching and learning ideologies
The Concise Oxford Dictionary (1964) defines ideology as 'Science of ideas; visionary speculation; manner of thinking characteristic of a class or individual, ideas at the basis of some economic or political theory or system '. In the context of teaching and learning, Brookfield (1995) refers to ideology as the 'sets of values, beliefs, myths, explanations and justifications that appear to the majority to be self-evidently true and morally desirable'. Here, Brookfield is more concerned with the dominant ideology within which an individual has to operate but it goes without saying that each university lecturer, and every teacher, has an ideology for teaching and learning. Even a denial of ideological foundations would constitute an ideology, of sorts.The ideology which determines the approach of a teacher to teaching may be explicit and formalized but more likely it is implicit and fuzzy -particularly on a day-to-day operating level. Furthermore, it may or may not coincide with the precepts of a dominant ideology.
At one extreme, and perhaps not that common, is the teacher who by inclination, discipline or circumstance is able to establish a solid ideological foundation upon which the architecture of working life is constructedeven for the more routine, day-to-day activities. That is, such a teacher can and does operate with explicit links between a defining ideology and any course design, any lecture, any tutorial, any assessment activity and any encounters with colleagues and students.At the other extreme, and a danger for most, is that any determining ideology becomes ill-defined, deeply buried and even lost underneath the coping ploys that are adopted automatically to handle the volume of work and everyday hassles. Competing demands for quality on the three major fronts of teaching, research and administration coupled with a meagre and dwindling resource base mean that time and energy are often unavailable for the more detached reflection which ought to characterize at least part of higher education.
At either extreme and at points between, the visible or the obscured ideology will be emergent. That is, circumstances change, as do students and also teachers. Although the teacher may hold some underlying values and beliefs that endure, it is more likely that they will shift in kind and weight and could mutate or even disappear in the light of what is encountered over time. This relativist perspective is closer to reality than some notion that beyond first principles there exist ideological absolutes for teaching and learning which are inviolate.
The underlying ideology therefore evolves and, as it does, it drives the days. Many of my days are occupied with designing, managing and running courses that are built around the use of 'marketing simulations'.
Marketing simulations
Marketing simulations can take many forms -as can more general 'management simulations'. Dominant amongst these in terms of popular understanding and usage is the interactive, computer-based model of a marketplace in which students analyse available data, take decisions concerning marketing variables, and then receive results on performance. In this case, the model is a series of mathematical formulae, which represent the structures, relationships and sensitivities in the simulated environment. At one level, the model becomes a 'black box' which the students are seeking to unravel -just as the marketing practitioner can be said to cope with the 'black box' of the real market place.There have been many reviews of available management simulations and their more technical characteristics. One fairly recent example is provided by Wolfe (1997).
As vehicles for learning, marketing simulations have been available for some 40 years. The scenarios they offer vary at the detailed level and they differ in degree of sophistication, but marketing simulations generally share the features described above. Typical of more recent offerings are 'THE MARKETING GAME!' (Mason and Perreault, 1995) and 'MARKSTRAT 3' (Larreche and Gatignon, 1998) , both used by me at the University of
Lancaster. The ideologies embedded in these exercises are displayed in the following quotes which refer directly or indirectly to learning objectives.
THE MARKETING GAME! is described as follows:
. . . is designed to provide the basis for a high-involvement learning experience. . . .The focus is on effective marketing strategy planning in a competitive environment. It gives you the opportunity to analyze markets and target market needs. You make decisions in a number of strategy decision areas -to develop a marketing plan that satisfies your target market and earns profit for your firm.
Whereas MARKSTRAT 3 has the following introduction:
When you enter the MARKSTRAT world, you are immediately immersed in a dynamic competitive situation. Given the complexity of strategic decisionmaking in marketing, the MARKSTRAT simulation offers you a unique but realistic learning experience that you probably could not get from traditional learning tools alone.
Earlier adoptions of this kind of technology were not without problems. For example, Gentry and Burns (1982) reported that 'The history of computer games in the classroom has been tempestuous. Instructors have wrestled with the difficulties of 'fitting' the simulation to their computer system and in some cases have found flaws in the programmes.' Anxieties about the use of computer-based marketing simulations were usually concerned with technical issues but more recently, management and marketing simulation software has been come more robust and over the last two decades, the PCbased management simulation has become widely accepted in business school environments. Faria (1989) reports on the use of such simulations in the USA. A similar survey in the UK by Burgess (1991) , primarily of business faculties, found that some 43 per cent of respondents use these simulations.
In conjunction with the widespread adoption of computer-based, interactive management simulations, there has been an exponential increase in the volume of recognized literature on pedagogical issues associated with this technology. Such pedagogical issues are or should be clearly linked to the implicit or explicit ideologies that are associated with the adoption and use of marketing simulations. Learning objectives represent a real outcome measure of ideology and most academic literature on the pedagogy of management simulations is rooted in or is derived from the literature of that more generic classification known as experiential learning. Kolb et al. (1971) and later, Kolb (1984) are seminal sources. Kolb's cycle of experiential learning consists of four stages and these are 'concrete
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experience', 'observation and reflection', 'abstract conceptualisation' and then 'active experimentation', which then feeds back to 'concrete experience' once more. This kind of approach to experiential learning stresses the importance of immersion in concrete experience, or some 'quasi-concrete' experience, but also the need to move beyond what would otherwise be vicarious learning if the process started and finished with such immersion. Using the Kolb model, observation and reflection on such experience leads the participants to the creation of their own abstract concepts, which, in turn, are then utilized as a basis for active experimentation. Now, the word 'participants' is generally taken to refer to the recipients of a learning experience -commonly termed 'students'. Experiential learning is considered, employed and evaluated in relation to the students, those on the receiving end, but the 'participants' also include those who deliver. To develop this a little further, Prosser and Trigwell (1999) stress the need for a student-centred approach, but they also recognize that their model of the 'experience of learning' can be converted into a model of the 'experience of teaching' and the nexus determines the results.They note that little work has been done on university teachers' conceptions of teaching and the teaching context but a general thrust in this respect is that teachers differ at any one point in time. For example, they cite Dall' Alba (1991) who identified seven conceptions of teaching, held by teachers in higher education, ranging from 'teaching as presenting information' to 'teaching as bringing about conceptual change'. However, what is important for this article is the simple truism that teachers change.This is alluded to by Prosser and Trigwell (1999) when they write 'Teachers need to be continually revising, adjusting and developing their teaching' in the light of, amongst other things,'the way they conceive of teaching and learning'.Teachers in higher education are, or should be, constantly immersed in the process of experiential learning but the cause-effect relationship between conception and execution is not always that clear-cut.
There is a demand side and there is a supply side to the learning event. Although the 'student focus' is right and proper in a pedagogic sense, the 'teacher focus' and the 'context' focus cannot be ignored. Here, a hall of mirrors is entered, in which the experiential learning of the teacher is instrumental in determining the nature of the experiential learning that is provided to students. A 'student focus' from the pedagogic perspective may be very related to a 'market-led' focus from a more commercial perspective but in either or both cases, the characteristics of those who supply need consideration -particularly when those characteristics can and do shift over time.
Kolb's 'cycle' of experiential learning therefore has a double function in this article. As befits a reflective approach, it is used to explain how I have
changed as a teacher. It is also used, more conventionally, to articulate the evolution of particular ideologies, curriculum design, learning objectives and desirable experiences for the students -the term now used for the recipients on the demand side of the equation. All are participants.
In passing, it is worth noting that the term 'experiential learning' is rarely pinned down. Experiential learning is sometimes interpreted via the belief that students should educate themselves rather than be educated in the conventional sense and Maria Montessori is often cited as a founder of this approach with its emphasis on developing initiative (Montessori and Hunt, 1989) . This is often a feature of learning through simulation but I have always found a distinction in the extent of engagement. That is, experiential learning for me is noted for its relatively high level of involvement by participants, rather than the more passive style that is a feature of more conventional learning 'experiences'. By their very nature, marketing simulation exercises that are interactive and dynamic and which require students to take responsibility for outcomes tend to fall into the category 'experiential learning' -but it is a matter of degree.
The Kolb model is not the only structure which could be used to explain these and associated processes. Perry (1970) provides a more general scheme, which outlines the 'positions' in intellectual development, and he identified three main stages which are 'the modifying of dualism','the realizing of relativism' and 'the evolving of commitments '. Atkins and Murphy (1993) summarize some of the alternatives. However, the classic Kolb cycle has been chosen as the main hook because it fits well as an explanatory device for the ways in which my ideology has evolved. In both cases, the continuing feedback suggested by the Kolb model is central to understanding how the learning objectives have subsequently changed for students.
Evolving ideologies
Given that this article takes a broad sweep over a total period of almost 30 years, I intend to confine 'ideology' to the general sense of 'manner of thinking' together with 'explanation and justification' with respect to identifiable learning objectives. In this way, ideology is tackled more at the operational level rather than in terms of core values and beliefs, or in the sense of fundamental ontological and epistemological standpoints.
It is worth noting the general acceptance that an extensive list of learning objectives can be associated with the use of a simulation exercise. Marketing simulations are flexible instruments that can serve many purposes.The needs of the students, the location of the simulation exercise in a curriculum and the general requirements set by the providing institution
and the broader system of provision are all influential. However, the concern of this article is with the impact of the course designer and manager, as an individual. From this standpoint, I can identify steps in my experience -my use and my understanding of marketing simulations. These are now traced and explained, chronologically. Given the diverse possibilities for use of marketing simulations, there is no suggestion that generalizations can be made from a sample of one but perhaps some familiar glimpses will be seen for those who also look back on this kind of landscape.
Phase 1 -Basic core knowledge
My very first encounter with a computer-based management simulation was about 30 years ago and this was an element in a basic management training course in the first organization I worked for. The learning experience was confined to basic mechanics with an emphasis on the arithmetic manipulations associated with demand levels, production and stock control in a hypothetical manufacturing operation. Overall the exercise amounted to a simple form of concrete experience and the possible progress through a Kolb-type cycle proceeded no further. I confess to not recognizing any possible shortcomings in this learning experience, or perhaps 'training experience', beyond the small number of decision variables although now, the low-level approach taken seems very obvious.
The ideology which lay behind the learning experience could probably be best translated as a desire to transmit core knowledge and to provide awareness of the interactions between decision variables. The essential learning objective was along these lines. However, there was rather more going on and when I try to make sense of the experience now, the ideology, whatever it might have been, was directed by four primary drivers. First, and at that time, computer-based management simulations were novel and there had been only modest exploration of the learning potential so, in a sense, this amounted the absence of a driver. Second, and at least to some extent, the encounter was a consequence of the simplicity of the model itself -including the small number of decision variables. Third, the fairly superficial approach reflected the characteristics of those who were running the course -a team of training consultants. Fourth, the course was also constrained very much by practical matters. One very clear practical matter was the need to manage impressions, including the impression that students were busy and were engaged in a high-tech, glitzy exercise. In these respects, outcome measures were favourable and thus, the course was deemed to have worked by both consultants and client. Outcome measures were confined to 'happiness sheets' and, at this level, results were favourable.
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Phase 2 -Professional understanding My second encounter with a computer-based marketing simulation exercise was again, as a student. This was during a compulsory element of a taught postgraduate programme in the late 1970s. The marketing simulation was quite sophisticated for the time. It had many variables to control and the model was a better representation of the world of marketing management. The basic 'game' experience was augmented with additional activities and requirements that required students to move beyond direct immersion and what could be described as 'vicarious learning'. However, there were no clear learning objectives to guide this journey.Various claims were made about the importance of 'working in groups', 'coping with uncertainty' and the 'centrality of planning' but these and other requirements existed independent of an underlying logic, educational rationaleor ideology. This postgraduate programme had a very instrumental, managerial, pragmatic and vocational orientation, but such features were rarely stated in an explicit way. Furthermore, this largely unspoken and largely unwritten orientation was not connected directly with the individual elements of the programme.
This second encounter went beyond basic information gathering and number crunching towards an integrated view of what is a complex process. It also trod in other areas but given the general thrust of the programme, I think the underlying, as well as any explicit, ideology is best described through a learning objective akin to facilitating 'professional understanding'.This can be classified as another aspect of 'concrete experience' -which is not to demean it. This second encounter also shared the entertainment value of the first.
Phase 3 -Pragmatism
Phase 3 marks a significant shift in direction. Phase 3 marks the point at which I stopped running with the hares and started running with the hounds. Phase 3 is when I began working as a teacher in higher education, my subject being marketing.
It would be immodest to suggest, as Brookfield (1995) does, that by entering higher education as a lecturer rather than as a student I sought to '. . . teach to change the world'. Such a noble assertion has some fundamental truth about it but the reality is that most teachers are concerned with a tiny corner of the world, a set of constructs and other devices that circumscribe the corner, an array of methods, a set of research interests and at least some interest in communicating that which is thought to be useful. Any changes for which the individual teacher is responsible are usually small-scale. Teachers also have lives to lead, including mortgages to pay.
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On starting as a university lecturer, I was required to contribute on certain postgraduate courses but I also had a limited degree of freedom in selecting from and initiating others. I volunteered to take over responsibility for a marketing simulation exercise.This was a consequence of some largely unarticulated belief that these exercises were worthy in a pragmatic sense, close as they come to an approximation of working reality. Such features were seen, by me, as a 'good thing' and if pressed, the logic would have been that in teaching marketing on what was effectively a 'conversion course' there is at least some responsibility to acknowledge the realities and needs of the world of work and that this responsibility should be manifested in stated learning objectives. Thus, a basic pragmatism characterized the hidden ideology -'concrete experience' again -but the pragmatism had other dimensions.
In the first two or three years, the complex cycle of decisions and results and the laborious operational issues, including batch processing using punch cards on a mainframe, meant that there was little spare time for reflection on any wider or bigger issues. In addition, running such a simulation exercise can and usually does generate other significant overhead costs compared with a more conventional lecture-and tutorial-based course. The high-involvement nature of the exercises, for students, is such that satisfaction levels can be very low if expectations are not realized at the more humdrum levels of course administration. Thus, another reason is now provided for the label 'Pragmatism' for Phase 3. My concern and my time were less with ideology and learning objectives and were more directed towards managing complex logistics. There was no overt teaching ideology to speak of and in the first three years, the idea of dwelling at any length on learning objectives and the inherent ideologies never really occurred to me. By necessity, my sensitivity towards such issues was low.
Therefore, the covert, working ideology and the primary learning objectives in these early years could be seen as a continuation and as an amalgam of what I had encountered previously as a student -a desire to communicate basic core knowledge together with professional understanding. In these respects, as 'concrete experience', the postgraduate course was successful. From direct experience, I also felt that they were engaging, perhaps entertaining -and even 'fun'. However, the overriding concern was with day-to-day pragmatics, with operational matters.
It was in the fourth year of running marketing simulations that the notion of what might be called an 'ideology' began to emerge. There were three primary reasons for this. First, I had begun to feel a little uneasy about the lack of any clear educational rationale for the postgraduate course beyond the more obvious statements of intent. This also applied to my contribution, using marketing simulations, to certain company training
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schemes. The unease originated from my own 'observation and reflection' and a subsequent dissatisfaction with face validity. Second, I had started to encounter, through informal contacts and though a general process of serendipity, the established and growing literature on experiential learning in general and management simulations in particular -Kolb (1984) being one example. Third, contact with colleagues opened territory that I had never really explored. Comments, often part of everyday chat, were informal but also provocative. So, at this time, I was effectively shifting, myself, to the 'observation and reflection' phase of the Kolb experiential learning cycle and as a result, I was no longer content with the simplistic, 'black box', hypothetico-deductive puzzle solving of previous 'concrete experiences ' .
Phase 4 -Process and context
Although I had no burning desire to change the world, Phase 4 was marked by a fairly deep submersion in the pedagogical issues associated with use of marketing simulations.The psychologist might speak in terms of cognitive dissonance reduction. Phase 4 also occurred when there was a growing interest in 'reflection' across many disciplines and this development and its lexicon were no doubt in the background.
There was an additional reason at this time and this was my choice to introduce marketing simulation experiences to the undergraduate marketing programme. Starting from what amounted to a blank sheet of paper, course design required the careful consideration that had previously been unnecessary.This included answering, or attempting to answer, the very big questions such as 'What is this course for?' Previous experience with the postgraduate course had been inherited to a large extent but the approach, in every sense, needed adjustment for the undergraduates. With the accumulation of experience and having adopted more user-friendly, PCbased simulations, the mechanics were largely under control. Phase 4 effectively saw the emergence of an explicit ideology for this kind of learning experience.To use the language of Kolb, I myself was moving through more considered 'observation and reflection', to 'abstract conceptualisation' and then on to 'active experimentation'.
Phase 4 saw not only extensive reading of seminal work on education and management education but also that body of work on the pedagogical aspects of using marketing simulations. Kolb (1984) was an obvious starting point and so too were Bloom (1956) and Burgoyne and Stuart (1978) . These and other sources indicated the need to consider what domains of learning were desirable as outcomes from marketing simulation exercises with different audiences. Digging fairly deep in the general literature on management education I began to address issues such as the overall purpose
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of using marketing simulations (Mintzberg, 1973 (Mintzberg, , 1989 . Specific learning outcomes for simulation work were gleaned from various sources (Lundy, 1991; Stumpf and Dutton,1990; Thatcher, 1986) . Going further, the impact of learning style on learning outcomes from simulation work was addressed (Entwistle, 1981; Honey and Mumford, 1992 ) and some considerable time was spent on the thorny question of evaluating learning through simulation (Barnett, 1984; Keys and Wolfe 1990) .
Such exploration of the literature fed back into course design and into the subsequent experiences of students -as an ideology emerged from the sometimes disparate sources -ranging from esoteric academic journals on educational research, through seminars and discussion with colleagues and on to the voice of students. This ideology and the connections with course design became explicit. Learning objectives for the undergraduate marketing simulation course were specified as:
The objective is to learn about the application of concepts and techniques in an integrated way, while operating in an unpredictable and probably competitive environment.This requires the development and implementation of a datadriven analysis and planning system.
• Managing Marketing
The objectives are to understand and to practise personal skills in marketing management via group work in the simulated environment. Amongst other things, this requires coping with the problems of uncertainty and managing the group effectively and efficiently.
These simple statements condense a considerable amount of reflection undertaken at the time, and since.The major distinction between these two identified objectives is that the latter did not really exist in previous incarnations of marketing simulation exercises. That is, a new domain of desirable exploration had been included and this was concerned more with the processes of managing marketing rather than the routines of marketing management. The broader context of managing marketing was introduced in lectures, in tutorials, in essential reading and in course work assignments. This involved stepping outside the confines of the world represented by the 'game' itself and sometimes outside the more obvious boundaries of marketing management. In Phase 4, an additional and some might say, 'higher level', layer of learning was superimposed on the more obvious learning objectives that are commonly associated with marketing simulations. I had shifted through the Kolb learning cycle and I was also expecting the students to do the same thing.
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The net effect of these shifts was successful, according to available measures. However, it is worth noting that although course evaluation improved from already high levels of reported satisfaction, it was not the case for all students and this does raise some difficult questions. The shift away from hands-on, competitive, engaging activity towards more considered reflection on process did not meet with universal approval. Put bluntly, the previous experiences of some students, their learning styles and their resulting expectations are such that more conventional approaches create less stress. This was and still is the case. It applies to both undergraduates and to postgraduates -similar changes having been incorporated into the marketing simulation exercise for the latter. Here, the work of Knowles (1984) is apt.The term 'pedagogy' should be used in the sense of 'leading young people' although it often has other meanings. Knowles draws the important distinction between pedagogy and andragogy, in which the latter is concerned with leading or teaching adults.The working assumption for most is that university students are capable of dealing with the higher level expectations of andragogy but this is not always the case.
Phase 4 was also marked by further feedback around and within the Kolb loop, at the personal level, and then spilling out to the Kolb loop that depicts the learning experiences of students on my marketing simulation courses. 'Observation and reflection' and 'abstract conceptualization' on my part were demonstrated tangibly in the form of a number of articles I authored or coauthored on the use of marketing simulations, usually built on the ideas of others, on 'theory-in-use' and on some degree of inspiration. Issues covered included the hidden curricula of marketing simulations (Tonks and Wan, 1991) and the hidden costs of using marketing simulations (Tonks and Long, 1994) . Again, these themes, in most cases, were fed back into course design and subsequent student experiences.A particular case in point is provided by Tonks and Long (1994) who considered the representation of interfirm relationships in the typical marketing simulation software design -usually one of classic oligopoly or imperfect competition to use the terminology of the economist. Such models were seen as inadequate for representing the truth of many marketing processes and contexts in that relationships between suppliers and other parties take complex forms and are not necessarily characterized by conflict or competition. From this, students were required to evaluate the world of the simulation -its processes and its contexts as well as its mechanics. Tonks and Long (1994) became required reading.
Phase 5 -Critical skills Phase 5, using the Kolb model for tracing the personal journey, is characterized by another cycle. This is not to suggest that there have only been two 'revolutions'.There have been many but this article is concentrating on
the dominant turning points and the ideological implications -primarily in terms of learning objectives.
Some dissatisfaction with conventional marketing knowledge and a growing interest in what has been termed 'critical studies' are the primary features of Phase 5. In a sense, whereas Phase 4 represented a shift away from subject matter to process, Phase 5 saw something of a rebound back to subject matter, without ignoring process issues. This oscillation, or shift of emphasis, was seen first in my own perceptions, or ideology, then in course design and thereby, in the experiences of students.
Various references could be cited here to signal the change in that there has been a massive growth of literature that takes a critical perspective on management and marketing. Brown (1993) would be illustrative in the field of marketing. For some, this growth coincides with the burgeoning popularity of the relativist perspective and particularly for those who are happy to live under the label 'postmodernist'. However, literature and interchanges with colleagues were not the only prompts. Many years earlier, I had been less than satisfied with standard prescriptions and nostrums so this motivator, this second example of dissonance, had been lurking for quite a while to become energized by the more general debate that was in full flow.
The article by Tonks and Armitage (1997) , written a number of years earlier, marks the turning point in terms of approach rather than subject matter. The approach used picked up the concepts of 'deep' and surface' level learning from Lundy (1991) and Entwistle and Entwistle (1991) . A student with a deep approach demonstrates an understanding of the argument presented and of how the argument is supported by evidence, whereas a student with a surface approach demonstrates an ability to pick out the main points, but does not indicate an understanding of how that argument is supported by evidence. Entwistle and Entwistle (1991) summarize the distinction as '. . . reproduction of information presented, or the transformation of that information in the process of coming to understand it for oneself'. This distinction clearly mirrors the Kolb cycle and the distinction was introduced explicitly during introductory plenary sessions and throughout the course in tutorials. That is, the need for 'deep-level learning' was explained and then reinforced as a desirable outcome, linked to expanded learning objectives.
To stay with the marketing simulation exercise for undergraduates, a very condensed outcome of this shift can be seen in the inclusion of a third primary learning objective and this read and still reads as follows:
• Critical Skills
There is a higher order, overriding objective which is to develop and apply critical skills with respect to all aspects of the course.
Although 'criticism' had always been a feature of this course, it had not always been explicit and codified. In Phase 5, it was and thus both marketing management and the process of managing marketing, the two other course objectives, were exposed to greater enquiry than had previously been the case. A particular example of this was in tutorial papers, which required the use of lecture material and further reading dealing specifically with the overarching theme of intellectual scrutiny. For example, standard texts and articles concerning marketing planning and strategy formulation were included not only for application in the world of the simulation, but also as illustrations of standardized and institutionalized ideologies in their own right which were not beyond criticism.
Phase 5 therefore saw another spin of the Kolb wheel -for me and for the students. According to available measures, both formal and informal, these developments in Phase 5 were also successful. However, a similar caveat is required here. To be perverse, there is always the possibility that a surface approach is taken to 'deep-level' learning. The possibility can reside beyond measurement. Students continued to respond very positively to the engaging, entertaining, fun aspects of 'concrete experience', and for some students, a halo effect could be cast across more ambitious course objectives.
Phase 5 runs through recent times and up to the present. However, in the present, there are strong signals that a Phase 6 is imminent.
Phase 6 -Synthesis
So much for history. Phase 6 concerns the present and if I try to detach myself a little from the immediacy of the present, I think it has one major driver which concerns the very prosaic, even pragmatic matter of available resource. This driver is likely to require another turn of the wheel, for me and for the courses I run which utilize marketing simulations.
Learning through marketing simulation has always been resource greedy with what might be seen as large opportunity costs. Current pressures within the system I inhabit mean that these matters may be paramount. They may take a leading role and centre stage position. Brookfield (1995) spoke of the dominant ideology, whereas I have been taking a synoptic view of my personal ideology as it is demonstrated through specified learning objectives and intended learning outcomes. In both cases, the sceptic might say that whatever the 'espoused' ideology, an ideology 'in-use' will be running in parallel and it is the 'in-use' ideology which constitutes the reality. Here, I am obviously borrowing the language of Schön (1990) who was an early pioneer for the notion of 'reflective practitioner '. An 'in-use' and dominant ideology devoid of rhetorical flourish might define the perfect course as one that features 'an infinite number of students and zero
resource' -this being an extract from Tonks and Long (1994) written some 12 years ago, anticipating a future that may well have arrived.
Phase 6 continues and is characterized so far by synthesis and some cautious experimentation. The synthesis lies very much in refining and in particular, integrating that which has gone before. In broad terms, the three course objectives are still in place and these define or at least reflect the ideology at this point -an accumulation of perspectives gathered over the years. However, this 'steady state' is short-term. Circumstances, by way of the exogenous forces mentioned earlier, are in flux.
The need to decrease resource input and to provide increased 'valueadded' mean that all teaching and learning methods have to be reconsidered. The value of interactive, PC-based marketing simulation exercises is well-recognized so it is unlikely that this kind of learning technology is under any threat -but the ideology, or the 'espoused theory' and 'theory in use' which accompany the technology may well shift in recognition of the opportunity costs for both providers and students -all participants. Developments such as web-based delivery systems and an increased devolution of responsibility to students can ameliorate the pressure and maintain the depth of learning.This kind of development is assessed favourably by Rosie (2000), but there is a limit. Pragmatism returns as a major theme, perhaps as a Phase 7, but this should not necessarily be seen as a step backwards.The evolution is cyclical in nature.Adjustments to ideology and to resulting learning objectives will frequently be necessary or desirable. Participation in a PC-based marketing simulation exercise is always likely to be engaging -and even fun -which is a good start for any learning event -but only a start. A retrograde step would be to not recognize the danger of arriving at the very beginning -with a stripped-down representation of 'concrete experience', with narrowly defined learning objectives and with an ideology dictated by the need to manage impressions, including the impression that students are busy and are engaged in a high-tech, glitzy exercise.
Concluding comments
. . . I have always thought that understanding social life entails not an advance towards an omega point, 'Truth', 'Reality', 'Being', or 'the World', but the restless making and unmaking of facts and ideas. But it did mean that research planning was hardly any longer a straightforward matter -to set the goal, outline the procedure, mobilize the resources. On s'engage, puis on voit, plunge in and see what happens, seemed much more in order. Clifford Geertz (1995) , After the Fact Even with the best will in the world and the best guidance, the evolution of an ideology for teaching might take the form of 'muddling through' T O N K S : U S I N G M A R K E T I N G S I M U L A T I O N S rather than systematic development analogous to the classic managerial process of analysis, planning, implementation and control -now an ubiquitous formula. The ways in which my ideology for using marketing simulations has evolved displays both extremes plus a fair element of serendipity yet, as I write this, I must also acknowledge that although historical distance allows detachment it also introduces ex-post rationalization that can distort. Brookfield (1995) notes that the autobiographical approach to critical reflection does not necessarily constitute a complete approach. He cites Usher who wrote that autobiography can be '. . . a work or artifice or fabrication that involves constructing the self through writing the self'. As with simulation software, often described as the 'black box', the author's chosen articulation and the rhetorical legerdemain can seek to seal the 'black box' and to quote Perry (1970) on personal development -'In short, the development resembles what used to be called an adventure of the spirit. One psychologist dubbed it an "epistemological Pilgrim's Progress".' This rings true but it begs an understanding of 'spirit' and if none is forthcoming -theological, psychological or in this case, pedagogical -then we inhabit a mysterious realm. Furthermore, the political realities surrounding knowledge claims can aggravate the illusions such that conformity and even complicity determine the rhetorical ploys that surround narrative -be they small or grand. Examples are provided by Bourdieu et al. (1994) who note that the essay is '. . . at once a rejoinder, a plea, and an exhibit in proof', stressing that rhetoric is the technical means of delivering that which is sought. Suffice it to say that interpreting history is a Pandora's Box, which amongst other things, contains in its selection of issues and language the need to confirm the present. In the same way, visions of the future, communicated through a rhetorical lens, give meaning to the present.
At a more accessible level, I have tried to delineate in this article the more significant shifts in the ideologies connected with my use of marketing simulations -ideology in terms of learning objectives, rather than through deep mining of values, beliefs and other 'moral' measures. I have made frequent use of the Kolb experiential learning cycle as a device, a relevant device and not just as a sleight of hand. The Kolb cycle, or something like it, depicts well both how I have changed and also how certain courses have evolved in consequence. Other structures could be used and that proposed by Perry (1970) has some relevance, particularly when he refers to 'deflections' from the main line of personal development. This article is a 'temporizing' deflection -yes, a pause for reflection on the ideology which I have brought to teaching -the 'making and unmaking' of knowledge and method -and not necessarily towards an 'omega point'. 
